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Absgtract

Quaiitative case study was used to examine professor
perceptions of the Influence of race on the establishment of
creaiplilty in the classrocm. Non-participant observation
and seml-structured Interviews were used as data collectlon
metnoas to ellclt particlpant-generated conceptuallzatlions
of credipllity and the corresponding communication cues of
Six male professors (three Black, three white).

Teaching at a predomlnantly white Institutlon presented
partlcuiar challenges for the Black professors. The three
rrotessors were cognlizant of their *“minorlty® status and
peileved that white students applled: 1) a dlfferent get of
criterla for Jjudging thelr classroom credibllity, and/or 2)
a more stringent set of standards than thelr Black students.
However, they also acknowledged the need to earn credibility
In the eyes of Black students as well. These professors '
belleved that emphasizing thelr academic and fleld quallfl-
cations at the onset of the academic term was crucial to
establishing thelr credibility as well as commanding the
respect of the students enrolied In thelr courses.

The three whlte professors were accustomed to class-
rooms wnere the malJorlty of thelr students were of the same
race as the professor. As a result, although interested in
estapiishing thelr classroom credibillity, they worrled less
apout their race Influencing student perceptions. However,
wnen pregented with a scenario of teachling at a predominantly
Black university, all three of these professors lndicated
they wouid take lesa for granted about their campus and
classroom environment. In addition, all lndlcated they would
seex coungel from Black frlends and col leagues regardlng what
to ao, what to say, and how to say It.

(>




Introductlon

In general, a plethora of research exists (within the
speecn communication anda education disciplines) regarding
tne ciassroom experiences of teachers and professors. For
gxampie, teacner etffectiveness has been the focus of much
research during the last 30 years (Shulman, 1986>. Within
tne speech communication discipline much attention has been
cevoted to ldentlfyling speaker characteristlics assoclated
with credibllity. These studies, however, typlcally focused
on public speaking or publlc fligures with whom the audience

possessed limited, |f any, dlirect contact.

Cf 95 studles with the term "credlibllity" In the title,
onty five examined the ways in which teachers establ lshed,
malntalined, and lost credliblllity, or the effect of teacher
creaibility upon learning (Beatty & Behnke, 1980; Beatty &
Zann, 1990; Frymfer & Thompson, 1992; McCroskey, Holdrldge,
& Toomb, 1974; McGlone & Anderson, 1973>. In the area of
teacher credibility, none of the five studles emploved a
guallitative method despite the complexity of the classroom
(as evidenced by educatlion research within the classroom
ecology paradigm? nor did they address the lssues of student
and professor race (see Endnote 1),

Black teachers have contrlbuted to the educat!on of

children and adolescents In the United States for two
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centuries, In addltlon, prlor to voting rights leglslation
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the corresponding opportunitlies ta run far politlical

otflee, Black teachers were among the group of Black profes-
gignals <l8th century through the 19508) who served as lead-
Ing spokespersons for the soclal, political, and economlic
Interests of Blacks In the Unlted States.

Speech communicatlon and educatlon researchers have
overlooked the classroom experiences of teachers and
protessors of color. In partlicular, the experlence of belng
a mempber of a supordinate minority group (Fordham & QOgbu,
1786> functioning as a professional within a predomlnantly
wnite eaucational environment has escaped the interest of
social scientists (Foster, 1990; Welnberg, 1977). Yet Black
teachers ana professors do exist (see Endnote 2). The
apsence of the Black teacher’s and professor’s classroom
perspectlves and pedagoglcal knowledge In Instructlonal
communicatlon and educatlion llterature renders the current
description and analysls of Unlted States educatlion
incomplete (Foster, 1990; Shulman, 1987; Zeichner & Gore,
1990). |

In view of the gaps In the extant llterature regarding:
1> the way teachers establlish, malntaln, and lose credibl-
lity in classrooms, 2> the classroom experlence of Black
teachers and professors, and 3> the extenslive reliance on
guantitative research methods to ldentlfy and assess the

impact of credibility, the researcher investigated the
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crecdibility Cl.e., verbal cues, nonverbal cues, and persbec—
tives) of Black and whlte professors teaching at a
pceaominantiy white post-secondary institution. The lnves-
vigation Cincluding a pilot study) addressed four research
guestions (Hendrix, 1994) relative to student and professor
perceptions regarding how: 1) credibillity was communicated
in tne ctlassroom, and 2) race influenced perceptions of
protessor credibility (see Endnote 3). This paper
specifically addresses the third research questlon:
KQ:  When the proféssor’s racz Is not the same

as the majority of the students’ In the

class, what verbal and nonverbal communica-

tion cues do the professor view as leadlng

to student perceptions of crediblilty?

Thls paper provides a: 1) historlcal overview of Black

teachers and professors In the Unlted States, 2) summary of
tive teacher credibillty studies, 3) review of the methodo-

logy used to Investigate the aforenoted research question,

4’ research results, 5) discussion, and 6) conclusion.

Historical Overview

African-American teachers who have been
transferred to desegregated schools have
experlenced confllcts with colleagues,
administrators, and whlte parents, the
latter often challengling thelr competence
as teachers solely on the basls of race...
(Foster, 1990, p 128)

Black Teachers and Professors in_the Unlted States
As stated earlier, Black teachers have contributed to Q

the ecucatlon of children and adolescents in the United

b




4

States foc two centuries. Prlor to the Unlted States

i,

supreme Ccourt aeclislon Iln the school segregatlon cases,
plack teachers were Instrumental In the learnlng process
pclmarily of Black students. Wlth the onset of
desegregatlion, most Black teachers and princlipals were
dismissed or demoted at the same time Black students were
being enrolled in previously all-whlite schools (Coffln,
1980; Smith & Smlith, 1973). If principals were transferred
to "white" schools, they were typlically demoted from
aaministrative positions or retalned In powerless roles.
With reduced abllity to hire and supervise, the number of
Biack teachers in the United States markedly diminlished as
wnite educators pecame the primary educators of all chlldren
in the United States.

-An additional dimension of desegregation occurred in
the 1?70s In the northern and western areas of the Unlted
States and contlinues today. According to Banks (19886),

reslstance to school desegregation In Northern

clties was often as tenaclious and violent as

It had been In the South...White parents In the

North argued that they opposed school desagre-

gatlon not because they dislliked blacks but

because they wanted nelghborhood schools...The

flights to the suburbs became known as

‘white flight’ (p. 44).

Banks also noted public schools In the United States are 1)
pecoming Increasingly non-whlte and poor, and are 2) segre-
gating a dlsproportionate number of white students from the

rest of the student body by asslgning them to academically

giftea courses,
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At the colleglate level, prlor to 1900, teaching posl-
tions for B.acks were conflned to land-grant colleges rather
than privately supported Instltutions. According to Moss
(1958)..."only two Negroes other than Dr. Du Bols held
teaching assignments in predominantly white colleges prlor
to 1700" (p. 453>. Thus, Black teachers and professors were
restricted in Interactlons with white students.

The numper of Black professors has not lncreased over
the past two decades. In 1966, Rose indicated the

nation’s colleges and universlties are a

product of the soclal order In which they

have evolved...they have reflected the ills of

soclety rather than assumed a leadershlp role In

attempting to alter the soclal order' (p. 26).

Accordlng to the 1985 Unlted States Equal Opportunity
Commission Report (Guess, 1989), 90% of the full-time
taculty are white, whereas only 4.1% are Black. Simllar
flagures are reported by the Equal Opportunlty Commisslen
Report In 1993. Speclflcally, Black and white faculty
percentages are reported durlng 1975-76 as 4.4% and %91.7%;
auring 1989-90 as 4.5% and 88.5%; and, durlng 1991-92 as
4.7% anc 87.7%. Many of the same concerns expressed 25
years ago (such as displacement of Black teachers and racist
benhavior towards them by thelr white peers, parents, and
students) are still expressed today.

Accordlng to Kennedy’s translatlion of Arlstotle (19915,
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einos {(onaracter - especlally moral character) was concept-
Mailzsed in twe ways, First, rhetorleal ethos referred to
“Lne tecnnldgue or effect of the presentatlon of character In
& discourset (p, 372, Second, ethos was drawn from practl-
cal wisaom and virtue as evlidenced by previous actlons,
reputation, socletal status, government position, and any
other facets of the speaker whlich reveal her/hls character
but were not directly contalined within her/his speech.

The "teacher credibllity" research, which ls most
salient to this research, lIncluded only flve studles.
Communicatlion researchers investigating teacher credibllity
recognized the special characteristics of the classroom
setting, such as the extended contact period, which make
classroom communicatlon dlstinct from public speaking forums
(McCroskey, Holdrlage, and Toomb, 1974; McGlone and Ander-
son, 1973). Measurement scales were developed specifically
tcr assessing teacher credibllity ldentlfy character, socla-
pility, composure, extroversion, and competence as major
dimensions of credibility across mass lectures, laboratory
settings, and independent classrooms (McCroskey, et al.,
19745 .

Consistent positlve verbal and nonverbal cues were shown
to maximize percelved soclablility and competence (Beatty and
Behnke, 1980). CGCreater perceived teacher soclabllity was
found to assist In producing greater student-generated

expectations of the need to perform well,
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yet students were also able to dlstlngulsh between socla-
pility and teacher qualliflicatlion (Beatty and Zahn, 1990,
Finally, teachers who used student-orlented affinlty-seeking
strategies were more likely to be perceived as credlble
(character dimension? and motivated thelr students to deslire

to igarn (rfrymler and Thompson, 1992),

Research Methods
A pilot study was conducted in order to test the
etfricacy of using case study as the qualltative method for

aata c¢oliection tn a study of credlbillty (Hendrlx, 1993).

The following year, durling the fall term, additicnal
participants were studled in the second phase of the study.
The methodology and results from both phases of the study
are reported within thlis paper.

Research Site

Non-partlicipant observatlon occurred In slx under-
graduate courses at a large four year research Instltutlon
In the Northwest reflectling a predominantly white student
enrcliment. The same university was selected to conduct
both phases of the.lnvestlgatlon because the percentagé of
Biack faculty and Black student enrollment was consistently
smail - certainly, less than the percentage found ln the
gensral metropolitan populatlon. The Fal]l 1993 student
enroilment at this research Institution was as follows:
Native American Indian 1.1%, Black 3.2%, Hlspanlc 3.3%,

Asian 16.1%, and White 76.3%. Thus, out of a student body

10




a
af 34,000, only 3.2% (1,088) of the students were Black,
Ter, accordlng to the 1990 federal census records, 10.1% of
Tne metropolitan area’s residents were Black. Black faculty
represented 1,.5% (60) of the 3,988 faculty whereas whlte
faculty represented 89.6% (3573).

rrotessor Participants

The partvicipants in thils study represented a
"purposefui rather than random" sample (Miles & Huberman,
p. 36). A speclflc set of predetermined criteria Influenced
who was sollclted to serve as partlclipant. Slx professors
(two in the pilot phase, four in phase two of the study?
were ldentifled by reviewlng faculty data kept on flle In
the Institution’s Equal Empioyment and Afflrmative Actlion
Office. Only Biack male faculty In regular, tenure-track
teacning positlons (rather than research poslitions) were
selected from the Institutional records and ldentlfled by
cepartment, Each prospective Black professor particlpant
wasS tnen visitea by the researcher in person. The research
project ("professor communication styles") was explained;
participation requested; and queries made regarding white
counterparts who might be willing tc partliclpate In the
research project. A form was left with each professor
requesting addltlional Informatlon In a written format. Based
on the names provided, whlte professors were then contacted.

Slx professors were selected using the following

crliteria: 1) race, 2) gender, 3) age, 4) teaching
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experience, and 5) departmental afflliatlon. The goal was
to optain the participation of male dyads reflecting.
professors who worked in the same dlvislon and possessed
comparable years of teaching experlence at the colleglate
level. However, three of the professors would be Black and
three, wnhite. The criterla were developed to keep constant
those variables which mlght otherwlse account for dlffer-
ences in percelived credibillity (e.g., a male versus a female
protessor)>. Keeping the participants similar reduced the
lickelihooa ot a vividness variable (Nisbett & Ross, 1980)
cperating for one of the participants, and not the other, in
ail areas with the exception of race.

in the pilot study, both Professors B(lack) and W(hlte)
were faculty in the same social sclence department on’
campus. Each professor had teachlng experlence whlch
exceeds 10 vears in the unlversity classroom. In addlition,
they had both taught the 200 and 300 level courses under
observatlon for thls study as well as other undergraduate
and graduate level courses. The student enrollment In
Professor B’s observed course was approxlmately 100 while
the enrollment In Professor W’s course was approxlmately
400,

In the second phase of the study, two of the professors

Professors Mearns and Klndred - were faculty wlthln the

pcerrorming arts in the College of Arts and Sciences who both

taugnt 300 1evel courses which met the graduation general
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ecqucation requlrements. Both taught large group Instructlon

gourses with an encollment cellling of 2288 (hased on room

0

—

sizes, Both cour=es yere introductory In nature wlthout

)

preregqulsites.  The actual Fall enrcollment for Professor
Mearns was approximately 200 and for Professor Klndred was
approximateiy 133,

The other professor dyad - Prefessors Samuel and Staone
- taugnt within a structured undergraduate professional
program. The program admltted approximately 50 competi-
tively selected undergraduate students each year Into a
structured series of courses taught over a two year perlod.
The professional program prepared students for Immedliate
entrance lnto the Jjob market and students moved through the
curriculum sequence as a "class.”
I!r! ta S;ﬁ I | gt“:g l on EEQQEE![“:P:S

Non-participant observation schedule In the pllot
study, non-participant classrocom observatlons occurred on a
aaily basis during the flirst week of the quarter. Observa-
tions of one class perlod were also made durlng the second,
thira, fifth, seventh, and tenth weeks of the quarter. In
tne second phase of the study, the communicatlve behavior of
tne four professors and thelr lnteractlon with students were
noted during seven weeks In a ten week quarter. Two of the
tour professors taught at exactly the same tlme; therefore,

a daily observatlion schedule was not feaslble.

13
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Weexks 1, 2, ana 3 Daily obser ations every
other class perlod
weeks 4 or 5 Qbservation of two consecutive ]
ciass perlods '
Weeks 6, 8, 10 One observatlion

The observations served as one means of vallidating data
optained during semi-structured Interviews while simulta-
neously creating questlions for the seml-structured Inter-
views. Thus, the iIn-¢lass observatlions: 1) generated
interview questions, 2) examined the match between what
professors sald they dld In class versus what the researcher
coserved, and 3> provlided the researcher wlth flrsthand
knowledge of the professor’s communlcative behavior. Data

collection occurred at several dlfferent polnts durlng the

1C week quarter and, as a result, was designed to track
changes in perceptions which could have occurred over time.
interviews

Semi-structured professor interviews (Glnsburg, Jacobs,
& Lopez, in press) occurred prior to the onset of the
quarter and several tlmes durlng the quarter (see Endnote
4>. Each interview was gulded by a set of specliflc ques-
tions yet the interview format was left open to probing as

well as to the exploratlon of unexpected topl¢s which

emerged. !
Self, task, and Impact concerns assocliated wlth the g
varying stages of teachlng (Staton-Splicer & Darling, 1987) W

were used to provide a foundation for the professor lnter-

view guestions as well as for guiding the researcher’s

14
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anaiysi=2 of the interviewess responses, By uzing the
teacher concerns construct and the phrase "communleatlion
style," the researcher was able to Introduce |ssues
agssoviatea wlth credlblllity Indirectly wlithout mentioning
the actuai term "credlblllity." The term "credlblllty" was
first usea during Week 3 when the researcher provided each
crofessor with a copy of the Professor Credlibillity Survey
(see fForm 1) and addressed each professor’s class in order
to expiain the research project, dilstribute the survey
accument, and to invite students to provide identifying
information which would allow for follow-up appolntments and
intervliews.
Data Analvsis

In-class observatlons Handwrltten fleld notes were
taken during each observatlion and the class sesslon was also
audio-recorded using a mlcrocassette recorder. Over the
auratlon of the quarter, the researcher cobserved each
professor s nonverbal communlcative strategles Including
proximity, eye-contact, facial expression, clothlng, and
voice tone. Verbal strategles such as sharing personal
storles, asklng questions, use of humor, statements regard-
ing classroom philosophy, etc. were also noted as well as
tne structure of the class perlod from beginning to end -
including the day’s lesson. Fleld notes were reviewed using
an open codlng system (Strauss & Corbln, 1990) which allowed

tne emergence of classificatlon categorles. The professors’

1o
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communicative strategies for each observed class perlod were
summarizedc aiong with the researcher’s general Impression of
the c.assroom dynamics.

The set of individual contact summary sheets (Mlles &
Huperman, 1984), based upon the marglnal and refliectlve
notations and the resultant coding from each class perlod
were then reduced to one summary sheet which llsted
consistently, occaslonaliy, and rarely exhlblted
communicatlion cues. After constructlng a summary sheet for
a dyadlc pair of professors (e.g., - Professors Mearns and
Kindred), a second summary sheet was prepared llstling
slmllacltles and dlfferences In the classroom communicatlve
behavior of the two professors teaching wlithlin the same
discipiine.

Protessor interviews. Most of the Interviews conducted
with the professor partlcipants took place In thelr office
or a department conference room. The researcher 1istened to
the participant responses and took handwritten notes while
also audio-recording the interview. The researcher then
playvyed the audio~recording whlle'handwritlng the professors’
comments verbatlm. Marglnal and reflectlve researcher
comments were Jotted In the left margln aleng with locatlion
of the comment on the audlotape. Marglnal comments lncluded
noted areas of simllarlty wlth other professors. The Inter-

views were transcribed from audlotapes wlith the characterlis-

16
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Lz associated with credlbility and the Influence of race
glven partloular attentian,

Matrlees were constoucted to dlsplay visually the
protesaors regponses to a pactlculac 28t of key questions
and the researcher’s general Impresslon of each lInterview.
During the process of grldding partlclpant responses
visually, Interviews were re-read or llstened to In order to
ensure tnat keypoints and depth were not lost durlng the
process of reaucing the data to flt with the matrix.

Results
Race and Credibliilty

Brack Profegsor Perceptions
RQ: When the professor’s race Is not the same as
the majorlity of the students’ in the class,
what verkal and nonverbal communlcatlon cues
do the professor view as leadlng to student
perceptions of credibllity?

The Black professors believed lt was lmportant to
establish a classroom atmosphere on the flrst day of class.
They recognlzed thelr white studenis would not 1lkely
perceive them as being quallfled. They belleved thelr white
students were not llkely to use the same criterla for
Judging them as credible or would llkely apply more
stringent stanacards. They also recognized their Black
stucents might either: 1) succumb to soclietal stereotypes
acout the acacemic ineptness of Blacks, or 27 fall prey to

pressure from their white peers (trylng to flt in and be

accepted’ and aisoc guestion their capabilltles.

17
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Professor B. Instead of enterlng from a side door at
tne front of the classroom, Professor B purposely entered
~nis iarge ciassroom from the back of the room and strode §
ccnfidently down the stairs of one aisle to the front of the
room as students watched him each class period. Professor B
communicated In class and during hls offlce hours that each
student, regardless of race, must earn her/hls grade. He
noted his credentials, work experlence, and research durlng
class. He encouraged students to challenge the Informatlon
ne presented as long as they were wllling to do so based on
evidence rather than oplnlon. He was casual and relaxed vet
left no doubt that he was the expert and the authorlty
tigure In the class as he directly gazed at students and
scanned the room.
Professor B Indicated he was always concerned about what
nis stuaents think of him, however, his concerns differ .
aepenalng upon whether the students are Black or white.
rrofessor B worked to creat a comfortable environment for
Black students, as he recognized, in many of their classes,
no one was concerned about thelr comfort level. He
mentioned that hls lectures contalned linguistic markers
("bruthas") to send metamessages of shared ldentity to
minority students In the class.
In aaditlon, he was concerned wlth how Black students %
vieweda him as a person. Professor B worrled less about what i

white students thought of him as a person but, rather, was 3

18
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sonsesned apout gainlng the respect of the whlte students,

He noted that respect Was necessary for the class "to work

trucceed], " Professor B edpected and encouraoed his

pasltlions to be challenaed by students: howvever, the
challenge had to be bhaiged on knowledge rather than oplnlon.

Profe=ssor Mearps. Thlis professor described the

classroom as being a different place for hlm than for hls
wnite countecrparts. He noted it was dlfferent for women as
well. And he went further to say that those few Blacks and
women who were present withln predominantly white
institutions were typically of a “certaln ilk." The Black
protesscrs have ilearned that to be successful they must: 12
learn the institutional "protocol," and then 2) contlinuously
tight the perception that teaching was not somethling which
Bracks ao well. Professor Mearns indicated "even though
very few Blacks are very good at baskethall...[whlites have
an lmage) that’'s what “they’ do."

Professor Mearns belleved he must establlish the proper
decorum on the ficst day of class. He reviewed the syl labus
with his students and stated hls expectation that students
I'lsten during e¢lass or not Interrupt the llstening of
athers. He also Indlcated he expected the homework
assignments to be completed and the requisite effort made to
periocw well in the course. Throughout the quarter, he set

an exampie oy i=stenlng carefully to hls students and to

2MNergts wnlceh were presented during the class period. In

13
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aactitlon, Professor Mearns performed demonstratlons which
were so powertul and breathtakling that the class sat in
silence for a few moments afterwards.

Protessor. _Samuel. This professor indlcated hls prlimary
ccncern at this point in his teaching career was on
proviaing students with the information which they needed
ratner than being concerned about his image. However, when
ne tirst began teaching expressed doubt about "whether
they d concentrate on the person more than what was brought
across...over the vears, I learned to ignore those personal-
itles and to deal wlth the main misslon - to educate." Yet
even with his ascenslon Into an adminlstratlve posltlion as
department chair, Professor Samuel fully recognlzed that hls
position as “chair" did not shield him from."personallties"
who would not perceive hlm as credlble for either of hls
rolesi - professor or chair.

Professor Samuel flashed his qulet, confldent smlle
wniie clothed in his grey dress slacks, white dress shirt,
striped tie, and double-breasted navy Jacket as he entered
the room ana then immediately got down to business. He
purposely stated his credentials and work experience because
he knew "they“re not sure if you’re quallfied" and the
information served to put the students at ease if they knew"
ne ls equally or better quallfled than hls counterparts. He

acknowlegéd that the average Black professor without

2
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sutsStanding wredentlals would have "a tough, uphlill battle"
WRile attemptling to establish hls credibillity,

white Professor Perceptlons

These professors generally entered classrooms and baught
courses where mozst of the students enrolled were whlté like
themselves, The scenarlo presented to Professors W,
Kindred, and Stone, whlich would place them in a teachlng
positlon at a predomlnately Black Instltutlon - e.g.,
Morehouse or Spelman - allowed them tc draw a parallel
between what they would experlence and what thelr Black
counterparts currently experlience (or, In the case of
Professor Samuel, experlenced prlimarlly during the flrst two
vears of his teachlng career.)

rofessgor W. In the pllot study (Hendrlx, 1993}, it was
aitficult for the researcher to motlvate responses from
Professor W to questions related to race. Professor W
described himself as belng "racially sophistlicated." He
percelved his himself and hls Black counterpart, Professor
B, as both belng capable of acknowledging the exlstence of
racial prejudice whlle not being Immobilized by it. In
response to questlions regarding hls Image in the eyes of
minority students, Professor W sald he hoped that what
mattered was what he sald and dld In class rather than how
he looked. Professor W stated that he tried not conceptual-
1ze hls students In terms of race anymore than he would

genasr or age.
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)

rrofessor W respondsed to the Black college scgnarlo by
saying, "I don“t know what (pause) what would I do? What
wouid I think? I don’t know...(long pause)...[’d probably
ask some of my colleagues there. And probably somebody
iike [Professor) B." Professor W indicated the content of
nis iectures would not likely change although they wouid be
tnfiuenced by the campus "culture."

Proressors Kindred. Professor Kindred indicated it was

typical for his class to be approximately 30% Asian, 5-10%
Atrican- American, and 55% Caucasian. Thus, his course was
typically mainly Caucasian with a "heavy Aslan influence."
Professor Kindred said the diverslity was welcomed and they
ne tried to lncorporate Informatlon from dlfferent culfures
in his class. Teachling his course wlith an internatlonal
perspectlve was not viewed as "pandering." He sald hils
course had always been taught by incorporating information
from other cultures ~ with great pride he stated “the world Y
is catcnhning up" as he noted efforts advocating
multi-cultural approaches to teaching subject matter. i
Professor Kindred indicated he tried not to

conceptuailze his students In terms of the raclial makeup of

R

the class. He, llke Professor W, Indicated he had llved

Lrra L

iong enougn to mistrust stereotypes. For instance, he

recognized that all Aslan students were not extra hard-

R My T ST b

working. Hlis approach to his classes was to assume only the

following: 1) students were Intelllgent, and 2) eager to i

(SRR
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WAZ nNct the same as for himself because prejucice had not
ce2n erased and the students "haven’'t learned yet.,!

When asked [f he would have concerns lf he were
teacning at a predomlnantly Black Instltution 1lke Morehouse
College or Spelman, Professor Kindred Indicated he would.

He sald he would remain himself ("warm," "gregarlous") but
would be quleter and would llsten more. He would have to
listen to get a feel for how other people saw him. He would
contrast the theoretical views of how he flt In with the
actual - In other words, what were the prevalllng attltudes
of "the aggregate will of the people."

rof St . Given the hlstorlc nature of Industry,

Professor Stone rarely tahght courses wlth women and students

ct coior. And the students of color who were accepted Into
nis aepartmernt’s professional program were typically Asian.
Frofessor Stone’s courses were usually filled with "nothing
but a sea of Caucasian males." He descrlbed his students as
"clueless" regarding race relations and appropriate and
Inappropriate behavior/comments. He recognized the
challenges hls counterpart, Professor Samuel, faced In the
classroom as he interacted with and taught the students In
tnis professional program. He belleved Professor Samuel had
"a lot of extra selllng to do" In the ¢lassroom and

otf-campus in his related professlion.

23
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Professor Stone sald, Professor Samuel and women "must
periorm maype Jjust that much better in order to stay even
with somebody who’s just part of the majority." When notlng
similarities between himself and his counterpart, Professor
Stone further noted
They wanna know where I‘ve worked. They
wanna know where [Professor Samuell has
worked, They wanna know that we’ve been
around the block. And that’s (pause) I
can‘t see as that’s any dlfferent {(pause)
Other than they might Just gqulz him a
little harder about whlich block he’s been
around!
(Personal Communication, December 6, 1993>
Professor Stone indlcated If he took a teaching posl-
tion at Morehouse College where he was one of only a few
white protessors, he would confront "a very mlxed credibli-
ity job." He would have to address overarching questlions
apout why he was at the Instltution whlch wouldn’t be easy
to separate from hlm apprcaching the classroom and doing hls
normal teachlg and naturally establishling hls crediblillity.
During the interview he wrestled with whether he would be
seen as brlnging some extraordinary skllls which merlt his
presence at the Instltutlon or whether his presence would be
continuously challenged - forclng him to "reach deep cown"

estaplish himself as "the best teacher he could be."

Summary of Black and White Professor Perceptions.

Professors B, Mearns, and Samuel were cognizant
of their presence at a predominantly white lnstitution and

they acknowieaged that their white students were not likely
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Ses

to ugse the same criterla for Judgling thelr credibllity or
wouid ileely apply mores stringent standards than Black
stugents.  Estapllishing that they had the requlsite (perhaps
suistanaings academic and fleld quallficatlons became
critical to their credibility. The ability to command
cespect in the ciass was also essential - to lnteract
positively with students vet remove any doubt about who had
control of the class and the information.

Both Professors Mearns and Samuel recognlzed there were
disclpllnary aieas in which the presence of Black professors
was more accepted than others, for example, Blacks teachlng
African-Amerlcan hlstory rather than electrical englneering,
dentistry, or medicine. Therefore, Black professors
teaching in areas which were not ethnically llinked to them
experienced a more dlfficult time establishing their
credibility. This was Just as true In the pilot study when
Protessor B recognized there were certain content units
witnin his course where he, as a Black, was expected to hold
& particularly biased position.

This researcher observed the use of clothing and
cgemeanor to reflect a particular attitude - one of confi-
dence and control. These professors also stated their
credentials, performed demonstrations, and presented an
image of “gettlng down to business.” And Professor B used

lingulstlic markers as metamessages to: 1) signal hls aware-
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ness of hils ldentlty as a person of color, and 2) lncrease
tne comtort level of the students of color In hls course.

Like their white counterparts, they were concerned about
conveying their knowledge effectlvely to students. Yet they
also recognized [t would be more difficult for them to
e3tabllsh themselves as credlble and confldent ln thelr
knowiedge and teaching skills.

Professors W, Klndred, and Stone were presented with the E'
scenatrio of teachlng at a predomlnantly Black instlitution -
e.g., Morehouse or Spelman - which partly allowed them to
draw a parallel between what they would experience and what E;
thelr Brack counterparts currently experlence.

In contrast to other discussion topics, this lnterview
question did not received Immediate responses. Each of the
three wnite professors paused, frowned, shlfted body
position, ana pondered before answerlng. Typical iImmediate
responses were, "I don’t know," "I never thought about it," E
and "Good gquestlon. I don’t know what I’d do..." Ultlimately
these white professors provided responses which indicated
less would be taken for granted about thelr campus and
classroom environmeﬁt. They would monlitor thelr behavior
and responses to them carefully In order to learn the
appropriate norms. And, In all three cases, advice would be
sougnt from Black triends and counterparts regarding what to

o, what to say, and how to say |1t.
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Dlgcusslon :
In conjunction with the research flndlngs, It ls alsao
important to note: 1) recurrlng patterns of phenomena, 2
study limitations, ana 32 lmpllcatlons for future resgearch,

Patterns of Recurring Phemonema

Several patterns of recurring phencomena emerged regardlng
protessor race and credibility: 1) biculturalism, 23
self-concerns, and 3> the professors’ overall confidence in
their capaplilities. The researcher noted the followlng:

Blcuiturallsm. In the pllot study, Professor B addressed
two audlences - students of color and white students. He
used llngulstic markers to signal hls raclal ldentity and
connection with the students of color In hls course. His
Black counterparts In phase two dld not use lingulstic
markers, however, both extensively used the Jjargon of thelr
respective Industries.

In the case of Professor Samugl, there were no Black
students enrolied and the most students of color present did g
not pelong to subordlnate minorlty groups (Fordham & Ogbu,
1986>,. Professor Mearns’ subject matter lended itself
periodic use of terminology which could be associated with
Biacks. Thus, the conscious use "markers," as reflected in
the communication of Professor B, may have been viewed by
Professor Mearns as: 1) unnecessary, or 2) difflicult to
separate from the language of the baslc course content. All

three Black profesors recognlized the power of their language

2
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(Sprague L1921t 19922 in establlshing crediblllity while

simui taneously cuitivating thelr cultural ldentity.

=
o

In the pllot study, Professor Mearns
revealed continued concerns about the lmpresslon he makes on
both Biack and white students desplte his lengthy experlence
as a professor. The two Black professor partlizlpants In
phase two also revealed concerns. Professor Samuel, however,
Indicated that his self concerns decreased after hls second
vear In teaching yet he acknowledged he consldered hls race
as one posslible explanafion for disruptive classroom behavior
ana/or belng challenged by students In class or in his
otflce. Professor Mearns Indlicated he worrled "all the time"
apout the Image he was creaftlng In the classroom and
expressed a desire to be respected and taken serlously.
Capaplillities of the professor participants. All of the
protessor participants saw themselves as credlble professors
with gooq, eftfective teaching technlques. This view was
shared by the researcher and, overall, their students. None
of the professor particlpants were threatened by the presence
of a researcher In thelr courses throughout the quarter or
impendlng Interviews wlth a number of thelr
students about thelr teachling. All of the professors were
confident in thelr know]edée and looked upon the research
project as an opportunity to contrlibute to the body of

knowledge regarding classroom dynamics and/or as capable of,
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witlmateiy, peoviding them wlth In=slght=s fo enhance thelr
teacnling apillity,

Study Dimitation=

The findings of both phases of the study must be
carefully considered along with the Inherent limltatlons of

the methodoioglcal design.

Soix profegsor participants. Slx professor partlclipants

were used in this research. The researcher was not striving
to generaiize from the data they provided but, rather, to
construct a typology regarding the establishment of
crealbllity based upon similarlitles noted across a series of
cases. The slx professors represented three discipllnary
areas and the researcher noted simllaritles and dlfferences
across discliplines to maximize the data avallable.

Research site. Thls research was conducted In a
geographlc area In the United States where 10.1% of the
populatlion in the metropollitan area was Black whereas only
1.5% of the faculty and 3.2% of student body were Black. The
tolerance of racial differences and exposure to Blacks In
one’'s community may vary in other geographic areas.

Protecting orofeggor’g ldent . Depth and
thick description are generally corners@one’s of ethnographlc
research. However, given the timited number of Black
professors at this predominantly white lInstitution, more
cetaiiea description would lncrease the rellablllity and

validity of the research and also would Increase the risk of
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reveailng the identity of the professor particlpants. Thus,
1es3 description was provided than the researcher would have
notec had all of the professors been white males who blended
in with their acepartmental peers sharing some of thelr same
attributes - e.g., age, number of years of teaching, etc,

) ic f arity. The procedures followed to ldentlfy
eligible professor participants allowed the Black professors
In a aepartment fo refer the researcher to thelr white
counterparts. Thus, the Black professors knew who the
reseacher would be sollcltlng and It was merely a process of
ellmlinatlon to conclude who was selected. In addltion, each
of the white professors vislted was aware that thelr Black
counterpart made the referral.

Impileations for Future Researoh

Two suggestions for adding to the body of knowledge and
constructing a typology of communicatlon behavior for Black
ana white professors and teachers (wlth an ultlmate goal of
impiementation into professor/teacher tralnlng) are:

l. Is there a parallel between the experlences
of new and experienced Black,%rofessgrs‘,
teaching at predominantly white Institutions?

2. What communlcatlon cues are used to establlsh
crediblility when a Black professor Is
teachlng in an area In which Blacks are
negatively stereotyped - e.g., englneerlng,
math, natural sclence?

There are many other potentlal areas of Investlgatlion
which can contrlbute In reduclng the lack of knowledge
regarding the classroom experience of Black professors and
teachers and well as other professors/teachers of color.
Knowledge galned from such Investigation can also provide

vaitapie information regarding what communicative behavior
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exipibited by professcrsSteachers of golar 12 effectlive In

[X¢l

promoting student learnlng.
In additlon, the unlque communlicatlve event (l.e., a
Black female Interviewer of Black and whlte Interviewses) of
thig study needs to bs recognlzsd and acknowledged as one
research standpolnt to be pursued and explored rather than
“accounted for" and "balanced" (Collins, 1991>. According to ' §
Hartsock <1983), research standpoint [s not simply an
interested (blased) position but, rather, |3 a sense of belng
engaged which structures eplstemology by positing "duallty of
ieveis of reality, of which the deeper level or essence both
incituaes and explalns the “surface’ or appsarance..." (p.
<85y . Another potentlal "standpolnt® for thls study could
have peen represented by the disclpllnary knowledge and
gendered (female) experlences of thls researcher (Code, 1988), %
Desplte other avallable standpolnts, thls researcher
views and analyzes the classroom and dvadle lnteractlons as
an "outsider within" emploving an "experlenceable" quallta-
tive approach (Collins, 1991). The "experlenceable" approach
incorporates meanings generated by the Individual researcher,
inalviduail particlpants, and shared meanlngs as well (Gerry

Phlilipsen, Personal communicatlon, Aprll 3, 1991

Conclusion
Speech communlcation and educatlon researchers haye not
typically explored teacher credibillity or the classroom

communication and experiences of teachers and professors of
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calor - In partlcular, teachers and professors belonglng to
supordinate mlnority groups. As a result, there are gaps In
ihe extant literature due to its incomplete status.

The ciassroom did lndeed present partlcular challenges

riy

cr the three Black professors teaching within this predomi-

nantly white institution. Unlike their white counterparts,

[

thne three Black professor particlpants expected thelr credl-
oiilty to be doubted based upon their race and consclously
created verbal and nonverbal messages In order to establlish
their crediblllty. Yet, desplte the dlsparate classroom
environment, both the Black and whlte professors were
responslble for motlvatling and asslsting thelr students In
attaining the cognltive and self-esteem goals asscc:ated with
a colieglate academlc environment.

Accordlng to Geertz (1973), a "text" approach to research
provides substantlve ratner than reductlve data. Both Geertz

na Bruner <(1985) malntain "texts" are context sensltive and

[¢)

cpen to multipie Interpretatlon. Glven the: 1) plvotal role
piayed by teachers and professors, 2) contlinued expression of

the same race-related concerns by Black teachers after

CEDS

several decades o0f integration, and 3) heavy rellance on
quantitative methods to study credlblllty; hopefully,
additional qualltatlve research "texts" will follow leading to
a typology of crediblllity-bulldling communlcatlve behavior faor

Black and whlte professors.
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"Black" is being used as a formal name designating
nationality parallel to the term "Afrlcan-American.”
The term "Black" is caplitalized in recognitlon that,
due to slavery, most Blacks cannot identify a speci-
fic tribe or nationality associated with an "old
country” whereas It is more llkely that whltes can
assoclate themselves wlth a particular nationality
and/or ethnicity.

The four research questions were:

RQl: What verbal and nonverbal communication
cues do professors believe lead thelr students
to perceive them as credible?

RQ2: What verpal and nonverbal communication
cues exhlbited by professors, lead students to
perceive their professors as credible?

RQ3: When the professor’s race Is not the same
as the majority of the students’” in the class
what verbal and nonverbal communlicatlon cues

do the professor view as leading to student
perceptions of credibility?

RQ4: When the professor’s race is not the same

as the majorlty of the students’ In the class

what verbal and nonverbal communicatlon cues g
do the students’ view as leadling to student B
perceptlons of credliblllty? ¥

The last Interview wlth Professor Kindred
8ccu€red durlng the flrst week of the followlng
uarter.
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Professor Credibility Survey

Section A

Gender (circle one) Male Female

Major:

Year in School (circle one) Freshman Sophamore Junior Senior Other
Race/Ethnicity (circle one) Black/African American Pacific Islander Hispanic American

White/Anglo American American Indian Asian American

International Student (specify country)

~ If you are willing to participate in a one hour interview with me regarding your impressions of this class and
Professcr ---—-, please compiete BOTH Sections 8 and C.

Your name will NOT be used in my finai report and Dr. —— will NOT know you spoke with me.

If you are NOT interested in the one hour interview, leave Section B blank and complete Section C.

Section B

Name (please print)

Phone Number

Convenient Times to Call

Section C

Is Professor -—-- credible? Please discuss why or why not.

What does it mean to say a professor is credible?

Flease complete the reverse side. October 1993




Se

What verbal and nonverbal communicative cues does Professor -—— exhibit to convey credibility?

What other words are the same as or similar to "credible"?

Wiat was your first impression of Professor ——- on the very first day of class? Why?

Thank you for assisting me with this research project. Octobear 1993
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